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The purpose of this study was to evaluate the 
relative importance of school socioeconomic and racial-ethnic context 
for Mexican American student achievement and dropout behavior. Data 
reported in this paper were obtained from the first part of a larger 
3-year panel study evaluating the effects of cour-t '-ordered busing on 
majority and minority student achievement. The sample consisted of 
860 7th to 12th grade students in public schools in Waco, Texas, and 
a random sample of 3 80 dropouts from the Waco public schools during 
the 1970-71 school year. The specific variables identified were 
self -concept, racial/ethnic membership, family socioeconomic status, 
measured T.Q. score, parental authority structure, achievement value 
orientation, school racial/ethnic climate, school socioeconomic 
climate, school status-inschool/dropout, and composite achievement 
score. It was concluded that school racial-ethnic climate exercised 
the largest effect on variance in iVIexican American achievement test • 
scores. With all other factors controlled, Mexican American 
achievement scores were higher in desegregated school climates while 
Anglo achievement scores were higher in segregated facilities. The 
factor which exorcised the second larg^'-^st effect on IVlexican American 
achievement was self -concept , followed closely by measured I.Q. It 
was further concluded that segregated school climates produced more 
Mexican American dropouts while desegregated school climates produced 
more Anglo dropouts. (HBC) 



PUB DATE 
NOTE 



EDRS PRICE 
DESCRIPTORS 



IDENTIFI ERS 
ABSTRACT 



FILMED FROM BEST AVAILABLE COPY 



U S DLPAHTMEMT OF HEAl TH 
EDUCATION A WEi.FARE 
OFFICt OF ItDUCATIOiV 

'HIS DUCUMTM HAS LUf^N RfPMO 
'UC.tL; {.XACriY .^c, HLCtiVfcD f ROM 

iN'M>N., n F'OiNis c^r ^/irvv oh opin 

^ilAThO DO NOT NFCCSSARiLV 

••A Uk.'U F'US! ItciN (j« POi ICV 



SCOPE OF INTEREST NOTICE 

Tho emC Facilnv hits iissigned 
this doiuiment tor proct'ssma 




in our juiitjetnont. this docuroent 
IS also ntL'riJsl to the cleaiir\g- 
hous« no:ed to the right. Index- 
mg should rotlect their special 
points of view. 



MEXTCAN-A2>1ERICAN SELF- CONCEPT AND EDUCATIONAL ACHIEVEMENT: 
THE EFFECTS OF ETMNIC ISOLAl'ION A.ND SOCIO~ECOi>^OMIC DEPRIVATION 



ir'r . '-'^ 



Lawrence FelicG 
Baylor University 



Research reported in this paper was supported by a Graduate Faculty Research 
Grant from Baylor University and a research grant from the Cooper Foundation. 



Low educational achievement and negative self-concepc uradi Lionally hr.vc bcr.-n 
reported as characteristic of Mexican-American youth. Causes for these 
characteristics are usually located in the value structure of Mexican-American 
culture. Recently, however, strides have been made in moving av.^ay from 
this simplistic and .misleading interpretation. Ethnic" and socio-economic 
isolation in the schools are increasingly recognized for the. devastating 
effects they exert on Mexican-Americans. V/liilc current studies often include 
these contextual factors, tv;o limitations are commonly observed. The definition 
of achievement is usually limited to culture-bound standardized achievement 
tests which restrict the generalizability of findings. Those studies which 
do include additional measures of achievement such as holding power, fail to 
separate transfer students from dropouts and make little effort to analyze 
the actual determinants of dropout behavior. Secondly, many studies fail 
to specify the magnitude of effect of contextual factors, thereby restricting 
the interpretation of which factors are Tnost important. Tlie purpose this 
<^Lu/^v is to ev;::-uat^ the relati-«^' ; -ortaace i-:-i^ol ocio-ec riCTiiar: cci^d 



1 See for exar. le U.S. Comniissicrn ^on Civil Rights, Mex ican -Ameri can 
Educatj.on S tudy Report Ij Ethnic Isolation of Mexican- Am ericans in Public 

g Sou t we s t (Washington, D.C.r U.S. Government Printing Office, 
1971) and U.S. Commisslou on Civil Rights, The Unfinished Education rO utccmes 
for Hijip^'^ti^ (Washington, D.C. : U.S. Govern- 

ment Printing Office > 1971) 

2 See Ralph H. Turner, The Social Conte xt of i^jnbition , (San Francisco: 
Chandler Publishing Co., 1964) and James S. Coleman, et. al > , Eq ^uality of 
Educational Opp ortunity (Washington, D.C: U.S. Governm.ent Printing Office, 
1966) 

'2- 



-3- 

racial-ethnic context for Mexican-American student achievBinent and dropout 
behavior. Data are also included for Anglo and Negro students. Regression 
analysif5 is utilized to identify the crucial determinants of each type of 
educational achievement within each racial and ethnic group. In this wtiy, 
racially and ethnically specific determinants of achievement may he compared. 
Information of this nature is seldom available due to the difficulty involved 
in locating and intervieweing dropouts. Findings from this study present 
the necessary data for the development of realistic and. balanced strategies 
in the struggle to provide an equal educational opportunity for Mexican- 
Americans . 

THK CONCEPT OF ACHXEVFKENT 

Much of the current interest, in the use of achievement test scores to 
measure educational success r.te:..s from the Office of Education's l^lquality 
of Educational Opportunity Sur^vey"" in vbich achieven-ent tests vei :^ u^ilir^cd 
to provide a nationv7ide compar son acrorrs ra.zial, i-:.:*nic and regional cate- 
gories* While standardized achievement tests do p?:, ide a basis from which to 
make comparisons > they are not without limitation. One limitation is that 
they are culture-bound and do not provide a true measure of minority .SwUdent 
ability. Several studies have documented the limitations of non-Spanish 
language testing instruments for Mexican-Americans.^ Carter contends that 

3 Coleman 3 et . al. , Equality of Educationaj^ Opportunity , pp. 297,-295 
'4 Uvaldo H, Palomares and Laverne C. Johnson, "Evaluation of Mexican- 
American Pupils for Educable Mentally Retarded Classes , California Education , 
(April, 1966) and John T. Chandler and John Plakos, '^ Spanish Speaking Pupils 
Classified as Educable Mentally Retarded (Sacramento, Calif .:. State Depart- 




ment of Education, 1969) 
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I^Q. and achievement tests do not provide any valid indicator of Mexican- 
American intellectual ability, since such tests only measure the degree of 
acculturation and enculturation of Mexican-Americans,^ Coleman agrees 
such tests are not culturally fai.r, suggesting that they primarily measure 
the degree to which a minority child has been assimilated into the dominant 
culture, Wliile the phenomenon of cultural assimilation is important and 
needs to be researched, it is misleading to designate its effects as academic 
achievement. Dyer miikes this point in his criticism of the Office of 
Education report, suggesting that the almost exclusive use of measures of 

verbal ability for achievement overestimates tlie importance of the social 

7 

context of the school, while underestimating other factors, In other 
VJords, schoo]. practices and policies may ave a much greate - effect on 
alternative measures of achievement. 

Not only :aay the results of standardized aciiievement Ljssts be mis- 
interpreted^ tfe solitary use of such tests complet:ely overlooks other 
types: of achievement and educat±onr>:. success. Bovrles considers the scor ^ 
of verbal achievement and other standardized tests to be of only minor 

Q 

importance in the task of developing equality of educational opportunity. 
Equally as important are considerations of the effects of scliools on student 



5 Thomas P . Carter, Mexican Americans in School : A History of Neglect , 
(Nex7 York: College Entrance Examination Board, 1970), pp. 16-17 

6 Coleman, e t > ai^*_> Equality of Educational Opportunity , p. 218 

7 Henry S. Dyer, •'School Factors"*, Harvard Educational Review , 38 (Winter, 
1968) , pp. 38-57 

8 Samuel S. Bowles, "Towards Equality?", Harvard Educational Review , 
38 (Winter, 1968), pp. 89-100. . See especially p. 98 
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attitudes, student self-concept, and of the ability of the school to 
motivate students to participate in school until the completion of their 
educational program. A number of studies indicate that regardless of race or 
ethnic background, there is a strong positive correlation between completion 

y 

of educational progi^am and subsequent occupational success and mobility. 
As Daniel Schreiber suggests, the problem of the school dropout is central 
to a vhole complex of problems in contemporary society. ''"^ The school's 
ability to motivate and equip its students to remain in .scliool and nr t drop 
out may well be the mos basic :ind imporrant dimension to the current effort 
to equalize social, ecormic, rszciial and ethnic differences and liabil_ities 
of entering students. '"tIs papr:r invesl:ij:;ates two measures of cducatLLmnl 
achievement: s tan.dardi^ii^fd achievement t^st: scores 5 and the decision tc ■^emaxn 
in or drop out of schaolL. If the educe icual system is the piobility .i-'ator 
par excellance , as LBce-r^t ^ourt dccisi^xjv ruing desegregation appear 

to suggest, then the decision to drop out of school represents as serious a 
barrier to future mobility as lov achievement test scores. 



9 See for example Otis Dudley Duncan and Robert Hodge, ^'Education and 
Occupational Mobility:a Regression Analysis," American Journal of Sociology , 
68 (May, 1963), pp. 629-644; Peter M, Blau and Otis Dudley Duncan, The 
American Occupational Structure , (New York: John Wiley, 1967); and Robert M. 
Hauser, "Educational Stratification in the United States,** Pp. 102-129 in 
Edward 0 . Laumann (Ed O , Social Stratification; Research and Theory for the 
1970s (New York: Bobbs-Merrill Co., 1970) 

10 Daniel Schreiber^ Profile qf^ the School Dropout, (New YorkiRandom 
House, 1967) 
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SCHOOL CONTEXTUAL FACTORS 

Major interest in the relation of scliool contextual factors to educational 

inequality was generated from the Office of Education's Survey. "^"^ In general , 

12 

the major findings of the original analysis and a later re-anaiysis poii^tt to 

the importance of the social context of the school, i.e., the socio-economic 

and racial-ethnic composition of the student body, for the explanation of 

differences in educ ional opportunity and achievement, Agreeing with tlie 

13 

findings of several prior studies, the 0, fice of Education report concludes 
that s -lool socio-^ec riomic climate excrt.3 c 'l:irgej independent effect on 
student achievement '^'r.d that this effect is -^symetric , with the greatest 
infiueiiTjie exercxsed ::n rrdnority -roup c]_-.ldre.n. Scihod context is reported 
to exercise its ^-ar;.^-: effect o:r: Mexl^::r:^-Amii:r:±i::in. .=;Lude;ntSj followed in 
order by .^egro and Anglo students.?"^ Hacial and ethnic isolation and separa- 

11 Coleman, et^ Equality of Educational Oppo rtunity 

12 U. S. Commission on Civil Rights, Racial Isolation in The Public Schools > 
2 Volumes, (Washington-, D.C.rU.S. Government Printing Office, 1967) 

13 Samuel H. Goodman, The Assessment of Sc hool Quality , (Albany , N.Y,:New 
York State Department of Education, 1959); Alan B. Wilson , "Residential 
Segregation of Social Classes and Aspirations of High School Boys,'' American 
Socio logical Review, 24 (December, 1959), pp. 836-845; John A. Michael, 

**High School Climates and Plans for Entering College, Public Opinion Quarterly , 
25 (Winter, 1961), p p. 585-595; Turner, The Social Context of Ambition ;and 
Richard P. Boyle, *'The Effect of High School on Students' Aspirations," 
American J ournal of Sociology , 71 (May, 19b6) , pp. 628-639 

14 Coleman, et . aX^_, Equality of Educational Opportunity , p. 304 

15 Ibid., p. 306 
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tion are concluded as the major daterminants of achievement, regardless of 

social class, in the re-analysis of the Office of Education data by McPartland 

. , 16 , . 17 

and York. This conclusion agrees with previous stnc'i.es and has been 

substantiated in more recent research. ^ Frcm data ga':hered in a survey of 

Los Angelos schools, Gordon indicates that school ethnic composition provides 

strong influence on Mexican-Arncrican student achievement, with higher levels- 

of performance occuring in schools in which there are a liigh percentage of 
19 

Anglo students. School ethnic composition is reported to exercise a larger 
effect, at elementary and junior high levels. Increases in Mexican-American 
achievemo M- -^^ i:he prop nM Lon of Anglos increases .3 a.L .0 reported in the 
Urrxce or Education report. Even where Mexican-American students are not 
isolated, beneficial inter-cultural contact with Anglo students may be with- 



16 b\ S. Commission on Civil Rights, R acial Isolation in the Public Schools 

17 Irwin Katz , "Review of Evidence Relating to Effects of Desegregation 

on the Performance, of Negroes," A merican Psychologist , XIX (1964), pp, 381-399 

18 David Armor, School and Family Effects on Black and Uliite Achievement ; 
A Reexami nation of the USOE Dat£ (Cambridge: Harvard University Department 
of Social Relations, 1969); Paul Pritchard, "Effects of School Desegregation 
on Student Success in Cliapel Hill Schools," Integrated Education , 7 (1969); 
and Nancy H. St, John and Ralph Lewis , "The ^ Influence of School Racial 
Context on Academic Achievement," Social Problems , 19 (Summer, 1971), pp. 68-79 

19 C. Wayne Gordon, et. al. , Educational Achievement and Aspirations of 
Mexican- American Youth in a Metropolitan Context (Los Angeles, Calif :University 
of California, 1968), ERIC No ED 028 012 

20 Coleman, et, al. - Equality of Educational Opportunity , p, 307 
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held due to school policies of tracking and special currzculum assignments. 

The conceptual linkage between the contextual factors oJ: school socio- 
economic and racial-ethnic composition and individual student achievement 
utilizes self-concept and motivational - factors . Interactionis t theory pro- 
vides sucli a bridge in that the responses of others are held to be of 

crucial import for the shaping and modifying of student self-concept and 
22 

behavior. Coleman suggests that the better educational backgrounds of 

students of middle to upper socio-economic climate schools increases the 

minority group child's sense of opportunity and control of his environment 

While Mexican-American students uraditicnally are reported to have negative 

self-concept, the Office of Education study does not report a large difference 

24 

between l2th grade Anglo and Mexican-Zunerican self-concept • Carter 

reports no difference between Mexicaa-American and A.nglo high school fresh- 
men with respect to a series of self-concept items and contends that many 

educators have employed negative self-concept to rationalise away the failure 

?5 

of the schools to educate Mexican-Americans Wliile negative self-concept 
may contribute to low achievement, the regular assignment of Mexican-^American 
students to lower socio-economic climate schools contributes significantly 
to reported negative self-concept. 



21 Carter, Mexican American s in School zA History of Neglect , pp. 81-82 

22 Theodore Newcomb , Social Psychology (New York: Holt, Rinehart and 
Winston, 1950) 

23 Coleman, et . al. , Equality of Educational Opportunity , p. 324 
2^ Ibid., p. 287 . 

25 Carter, Mexican Americans in School :A History of Neglect , pp. 56, 113 



EKLC 



-9- 



In a review of iiterai:ure on the effects of school integration on 
academic performance, Katz concludes that racially and ethnically balanced 
schools contribute to academic performance since they provide new comparison 
levels for minority student self-concept development.^^ Pettigrew similarly 
suggests the opportunity for cross-racial and cross-cultural evaluation in 
desegregated schools leads to advances in achievement.^'^ Such advances are 
conditional, however, upon situations in which majority student acceptance 
encourages cross-cultural comparisons. Both constructs of sch^->ol socio- 
economic and racial-ethnic climate utilize student self-concept to link 
structural factors to individual achievement and behavior. Wiile school 
contextual factors are considered in some studies of Mexican-American academi 
achievement, they are not considered in many. All too often, explanation is 
sought solely in family and personal factors such as negative self-concept. 
Those few studies which attempt to analyze Mexican-American student dropout 
behavior usually fail to consider any school contextual factors. 

The two primary objectives in this study of the determinants of educa- 
tional achievement of Mexican-American students, are: 

1. To assess the relative contribution of individual (self-concept) 
and school contextual (socio-economic and racial-ethnic climate) 
factors to Mexican-American student achievement scores. 



26 Katz, "Review of Evidence Relating to Effects of Desegregation on 
the Performance of Negroes,"; and Irwin Katz, "Achievement Motivation," 
Harvard Educational Review , 38 (Winter, 1968), pp. 57-68 

27 Thomas F. Pettigrew, R acially Separate or Together? (New York:McGraw 
Hill, 1971) , 
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2. To investigate the above relationship for an alternative Tueasure of 
achievement, student dropout behavior. 

RESEARCH PROCEDURES 

The research reported in this paper is part of a larger three year 
panel study evaluating the effects of court ordered basing on majority and 
minority student achievement. Data reported in this paper are from the 
first wave, colJ.cxted in the spring and suminer of 1971. The sample for 
this wave consists of a stratified random sample of 860 7th to l2th grade 
students in public scliools in Waco, Texas > and a random sample of 380 dropouc:. 
from Waco public schools' during the 1970-1971 school year. Students in school 
were surveyed in spring and dropouts were interviewed during the summer by a 
specially trained multi-racial, multi-ethnic staff. Local chapters of organiza- 
tions such as the NAACP and the Mexican-American Alliance participated in 
the development of interview schedules and data collection. In addition to 
measures for I.Q., achievement test scores, self-concept, achievement value 
orientation, parental authority structure and routine demographic information, 
aggregative measures were constructed for school socio-economic and racial- 
ethnic clxmates. 

Multiple regression techniques are used since they allow the researcher 
to observe ^relations between variables with several factors simultaneously 
controlled. This is of special importance in a study which uses both individual 



28 Edward L. McDill, Edmund D. Myers and Leo C. Rigsby , '"Institutional 
Effects on the Academic Behavior of High School Students," S ociolog y of 
Education , AO (Summer, 1967), pp. 181-199 

ERIC 



and contextual factors. The use of multiple regression minimi2:es potc^ntially 

29 

spurious effects in studies of this type. Recent developments in the appli- 
cation of multiple regression analysis allows this te(^hnicr;je to be extended 

to ordinal scale variables. Dummy variable techniques are used for dichoto- 

30 

Tnous and other non-interval scale independent variables. Tlie use of 
ordinal d-cho tcmies for dependent variables in regression analysis is docu- 
mented by Lyons, 

"As a depcn-lent variable; . . .each ordinal dummy represents 
the parent variable dichotomized at a particular category, 
. . .unstandardized predictors from a given independent var- 
iable to a set of ordinal dependent dummies sum to tV.-. ' re- 
diction of the parent variable. ...by far the most 
easily interpreted ordinal coefficients are unstandar- 
dized ones. 31 

Wiile the extension of such techniques to ordinal variables is relatively 
new, it presents a useful statistic for such analysis. Multiple regression 

29 Arnold S. Tanneubaum and Jerald G, Bachman, '^Structural Versus 
Individual Effects," American Journal of Sociology ,LXIX (May, 1964), pp* 
585-592 

30 Daniel B. Suits "Use of Dummy Variables in Regression Equations," 
Journal of The American S tatistical Association ,52 (December, 1957), pp, 548- 
551; Richard P. Boyle, "Causal Theory and Statistical Measures of Effect: 

A Convergence," A merican So ciological Review, 31 (1966), pp. 843-851;and 
James S, Coleman, "Multivariate Analysis for Attribute Data," Pp, 217-246 in 
Edgar F. Borgatta and George W. Bohrrstedt (Eds,), Sociol ogical Meth odology, 
1970 (San Francisco: Jossey-Bass , 1970) 

31 Morgan Lyons, "techniques For Using Ordinal Measure;?, in Regression and 
Path Analysis," Pp, 147-171 in Herbert L. Costner (Ed.), Sociolog ical 
Methodology , 1971 (San Francisco rJossey-Basij , 1971) 



provides a more powerful evaluatioa of complex relationships, is more 
appropriate for sis and allows the relative effects of contextual 

and individu. weighed with all other independemt factors con- 

trolled. 

Operational Definitions 

Achieveii^en t 

Achievement is measured in two ways, 

1. Achievement scores are defined as composite scores on the 
California Achievement Test, 

2. Dropout behavior is defined as leaving the school district 
without request or evidence of transfer. 

School Context 

School CliTTiate is defined as the contextu.'>l or institutional effect 

32 

of the school on the individual student's academic behavior. T\^o 
climates are used, 

1, School socio-economic climate is composed of measures derived 
from the socio-economic status of parents of the students. 

2. School racial-ethnic climate is defined in terms of the racial 
and ethnic composition of the school 3 with segregated climates 
defined as schools in which the student body and classes have 
20% or more of one racial-'C thnic group higher than expected 
from the municipal composition. Desegregated climates are defin 



32 McDill, Meyer and Rigsby, "institutional Effects on The Academic 
Behavior of High School Students", p. 182 
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as those schools in which the student body and classes have a 
racial-ethnic balance in proportion to municipal composition. 
Self- Concept 

Self-concept is defined as a set of beliefs and attitudes an individual 
has internalized concerning himself and his environment, This con- 
cept is operatxonalized by au index which combines self -concept and 
sense of control of environment measures used in the Office of 
Education Survey, with measures of self-esteem and personal worth, 
I .Q , Scores 

Measured intelligence consists of total I.Q. scores from the Cal- 
ifornia Test of Mental Maturity. 
Achievement Value Orien ta tion 

Achievement value orientation is defined as a set of generalized 
attitudes toward mobility and achievement* Tliey are measured by an 

Index which combines the factors of education, mastery and ^:ime 
35 

orientation. 



33 ColemaUj et . al, , Equality of Rducat lonal Opportunity , pp. 281^288 

34 Manuel Ramirez III , Identity Crisis in Mexican-American Adolescen ts 
(Sacramento, Calif tCalifornia State Department of Education, 1967); and B, J. 
Hodgkins and Robert G. Stakenas, ''A Study of Self -Concepts of Negro and 
Wliite Youth in Segregated Environments," Journal of Negro Rducatio u, 70 
(1969), pp. 370-377 

35 These three factors were isolated In a factor analysis reported by 
Richard A. Rehberg, Walter Schaerfer and Judie Sinclair, "Toward a Temporal 
Sequence of Adolescent Achievement Variables," American Sociological Review , 
35 (1970), pp. 3^-^8j These factors were isolated from a t^eries of value 



Parental Authority Structure 

Parental authority structure is defined as the type of authority 

exercised in parent and cMld relations. It is operationalized by 

36 

pT"' indax of democratic to authoritarian. 

FINDING*. 

Means and rates for all variables, by racial -ethnic group membership ^ 
are presented in Table 1. 

TABLE 1 

Inspection of Table 1 reveals the existence of significant differences among 



items developed in the work of Bernard C. Rosen, ^*The Achievement Syndroms: 
A Psycho-cultural Dimension of Social Stratification/* Ame r i can S ocio 1 og i ca 1 
Review, 21 (1956), pp. 203-211; Fred L. Strodbeck, "Family Interaction, 
Values and Achievement," Pp. 135^194 in David C. McClelland, et . ajU , T alent 
and Societ y, (Princeton:D Van Nostrand, 1958); and Joseph Kahl, ''Some Measures 
of Achievement Orientation," American Journal of Sociology , 70 (1965), pp. 
669-679 

36 See Glen H. Elder, Jr., "Structural Variations in the Child Rearing 
Process,'' Sociometry , 25 (1962), pp. 241-256; Glen H. Elder, Jr., "Parental 
Power Legitimation and Its Effects on the Adolescent," Sociometry , 26 (1963), 
pp, 50-65; and Charles Boverraan and Glen H. Elder, Jr • , "Var j,ations in 
Adolescent Perception of Family Power," Ame rican Sociological Review , (1964), 
pp. 551-^567 
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racial and ethnic groups. As reported in the Office of Education report, ^"^ 
Mexican-American achievement test scores are above tlie Negro average, but 
below the average test score for i^nglos. As reported in several studies j*-^'^ 
dropout rates are disproportionately higher for racial and ethnic minority 
group- V/liile Anglos account for the largest percentage of dropouts, their 

-2% is the lowest. The Mexican Airierican rate is twice as high as 
the Negro rate and three times as high as the Anglo rate. The conjecture that 
the ability of a school to retain its students be considered as ixirt of the 
definition of inequality of educational opportunity, appears quite tenable. 
Table 2 presents the ^ero-'order correlation matrix for all variables. 



TABLE 



Results of multiple regression analysis for the dependent variable of 
achievement test scores, (Xj^q) as well as separate regressions for each racial- 
ethnic group are presented in Table 3. 



TABLE 3 



As coefficients in the column headed "total^' indicate, school socio-economic 
climate exercises the largest independent effect for the explanation of 



37 Coleman, el:, al . , Equality of Educational Opportunity , 

38 National Education Association , Dropout Studies ; Design and Conduct 
(Washington, D.C.:Matioaal Education Association, 1965) and Robert A. Dentler 
and Mary E. Warshauer, Mg, City Dropouts And Illiterates , (New York: Frederick 
A, Praeger, 1967) 
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variance in composite achievement test scores for the total sample. Measured 
I.Q. exercises the second largest effect follovjed by self-concept and family 
socio-economic status. The negative sign before the coefficient for racial- 
ethnic group, membership (-.215) indicates Anglos have higher achievement 
test scores. Separate regressions for racial-ethnic categories reveal the 

strength factors varies for different racial and ethnic groups. VJliile 

2 

part of this difference is due to differing magnitudes of R , the relative 
order of factors within racial and ethnic groups is of primary importance for 
this study. 

School racial-ethnic climate exercises the largest effect on variance 
in Mexican-American achievement test scores. The coefficient of -.497 
indicates that Mexican-American achievement scores are higher, v;ith all 
other factors controlled, in desegregated school climates. For Anglos, this 
relationship is reversed; i.e-, Anglo achievement scores are highor in, 
segregated facilities. Findings reported here parallel thoi:>a reported in the 

Office of Education Survey which indicate Mexican-American students are more 

39 

sensitive to school effects than Anglos. The factor which exercises the 
second largest effect on Mexican-American achievement is self-concept (.376) 
followed closely by measured I.Q. (.374). Compared with coefficients for 
Anglo and Negro student self--concept , this factor exercises a disproportionately 
large effect for Mexican-Americans. 

School socio-economic climate is also observed to contribute to Mexican- 
American achievement, although not as strongly as for Anglos. School socio- 
economic climate exercises a consistant effect for all racial-ethnic groups, 



39 Coleman, et. al., Equality of Educational Oppo rtunity , p. 297 

ERIC 
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with higher socio-economic cliniatcs promoting higher achievement levels. 
Family socio-economic status exercises almost no effect for Mexican- 
Americans. TenIIouten> Lei, Kendall and Gordon^^ report a similar finding 
for the dependent variable of college plans. With the exception of I.Q., 
coefficients for personal factors are smaller in magnitude for Mexican- 
Americans than for the total sample. Over one-half of the explained variance 
in Mexican-American achievement test scores is accounted for by school 
contextual factors, with school racial-ethnic climate exercising the largest 
effect. 

Table h presents the results of multiple regression analysis for the 
dependent variable of dropout behavior, as well as the results of.sepaiate 

regressions for each racial-ethnic group. Coefficients are uns tandardi^ed 
regression coefficients which have. been, summed to show the total effect of 
the parent variables. 

TABLE 4 ' 

For the total sample, the factors of family socio-economic status and racial- 
ethnic group membership contribute most to the explanation of variance in 
dropout behavior. School contextual factors exercise a relatively weak effect. 
Tentative support is provided for those studies which report background 
factors dominate in the explanation of dropout behavior. In the separate 



AO W, D. TenHouten, Tzuen-jen Lei, Francoise Kendall and C. Wayne Gordon, 
"School Ethnic Composition > Social Contexts, and Educational Plans of 
Mexican-American and Anglo High School Students," American Journal of Sociology , 
77 (1971), pp. SQ'-IOS 
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regressions, however, significant differences in factor strength are observed 
among racial and ethnic groups. For Mexican-American students, school racial- 
ethnic climate has the largest effect on dropout behavior. The positive value 
of .AlG indicates that segregated school climates produce more dropouts, 
whereas desegregated climates produce fewer Mnxi ^ ' ' / Jropouts. ic i.v 
important to note this situation is reversed for Anglo students; i.e., desegre- 
gated school climates produce more Anglo dropouts, It should also be under- 
scored that this relationship is observed with the effects of family socio- 
economic status and school socio-economic climate controlled • 

Hypothesising that school contextual variables interact v/ith personal, 
family and background variables to form and sustain student self-concept, a 
regression was run with self-concept as the dependent variable. 

TABLE 5 
2 

Even though differing magnitudes of R do not allow for precise comparisons, 
school contextual factors appear to exercise a more decisive effect for 
Mexican-American and Anglo student self-concept i Higher coefficient values 
do not establish causality, however* Such values may only reflect other 
social and economic forces which regularly influence individual development 
and school assignment. ' \7hile the racial-ethnic climate of the school may 
be helpfully predictive for locating students with negative self-concept, 
the effects of self-concept are different foi* Mexican-American students 
th^n for Anglo students. For Mexican-Americans, self -concept is a strong 
determinant of both achievement test scores and dropout behavior; for Anglos, 
it only weakly affects either. 
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DISCUSSION AND CONCLUSIONS 

For tlve total sample of students, individual and school contextual 
factors are observed to var^^ in relative strength for the Lternar 
mea-oures of educational .ic.i Ll. . <jmenL , r.ucreas school socio-economc climate 
is the largest determinant of achievement test level, it only veakly affects 
dropout behavior. Racial-ethnic composition of the school does not appear 
to excrcist: a strong effect on either measure of educational achievement. 
Among the various racial and ethnic groups, however, the effects of variables 
is quite ditferent. For Me:xican-Americans two factors consistantly exercise 
the largest influence for either measure of educational achievement; self- 
concept and the racial-ethnic compositional climate of the school. Positive 
self-concept encourages high achievement test scores; negative self-concept, 
dropping oii^ . Racially and ethnically segregated school climates raise 
barriers to the a.cademic achievement of Mexican-Americans, while promoting 
dropout behi^vior* 

The relatiaaship betxEsen school racial-ethnic climate and self--concept 
suggests that the consistant assignment of Mexican-American students to 
segregated, lower socio-economic climate schools contributes substantially 
to the development and confirmation of negative self -concept . Such assign- 
ment policies not only thwart the school's potential for providing equal 
educational opportunity, they guarantee the school's complicity in with- 
holding such opportunity. The combination of effects of assignment to 
segregated, lower socio-economic climate schools and negative self-concept 
are seen in lower levels of academic achievement and higher dropout rates. 

The importance cof analyzing the determinants of educational atchiever- 
ment sepai^itely for ^^ch racial and ethnic group is observed with the 
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interaction between school contextual factors and racial-ethnic group 

membership. WhGr-' segregated school climates promote low achievement levels 

among Mexican-/\mericans and Negros, they promote high achievement levels 

among Anglos. Desegregated school climates promote lower dropout rates 

among minority group students, but appear to increase the rate among majority 

41 

students. Contrary to the findings of Cordon and the implications of the 
Civil Rights Commission Report , the performance of Anglo pupils is affected 
by the school context. School socio-economic climate exercises a strong 
effect on Anglo student achievement level and dropout behavior. The racial- 
ethnic composition of the school also affects Anglo dropout behavior. 
If the gain in Mexican-American educational achievement made possible through 
school desegregation produces a loss in Anglo educational achievement, 
procedures to" desegregate schools to achieve equality of educational oppor- 
tunity will be strongly resisted in certain quarters, l^iile seldom discussed, 
differences such as these may represent a major reason that inequality of 
educational opportunity is proving so difficult to change, W^iile sample 
and design limitations of this study restrict such generalization, the 
necessity for continued study and replication in this area is obvious. 
Part of the explanation as to why findings in this study deviate from 

those of , larger surveys may rest with what Grebler, Moore and Guzman identify 

A3 

as the community social context. The degree of social isolation and 

41 Gordon, £t^^ al^, "Educational Achievement and Aspirations of Mexican- 
American Youth in a Metropolitan Context** 

42 U. S. Commission on Civil Rights, Racial Isolation in the Public Schools 

43 Leo Grebler, Joan Moore and Ralph C.» Guzman, The Mexican-American 
People : The Nation Second Largest Minority (New York:The Free Press, 1970), 
pp. 295-300 
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economic poverty of the Mexican-Anicrican community in V7aco", Texas may be 
greater than in a modern urban setting such as Los Angeles, V/liile such 
significant community differences tend to average out in the larger surveys, 
they may provide the explanation why educational reform measures are 
successful in some areas and not in others. 

With respect to the development of strategies to provide an equal 
educational opportunity for Mexican-Americans, it is important to note that 
many such programs and policies have been generated from a cluster of factors 
based on the combined experience of different racial and ethnic minority 
group students. This "average student approach" reduces the significant 
differences between racial and ethnic^groups to a composite statistical 
common denominator. As is evident from the regression analyses in this 

study, programs designed to improv'e minority group achievement and reduce 
dropout- rates need to follow different techniques and strategies, depending 
on the particular racial-ethnic minority. In addition, some sort of policj^ 
of balance needs to be achieved. It is evident from this study that 
the educational achievement of Mexican-Americans would be positively 
benefitted by the desegregation of schools and the mixing of students from 
differing socio-economic backgrounds. The best technique for the accom- 
plishment of this goal, however, may vary from community to community. 
Strategies to provide equal educational opportunity need to be designed 
with specific reference to the particular community context in which they 
are to be employed* 
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TABLE 1 



VARIABLES: MEANS AND PERCENTAGES BY RACIAL /ETn.r'C GROUP MEMBERSHIP 



Variable Name 


Total 


Mexican- 
American 


■ Negro 

— — — 


Anglo 




Self -concept 


2.74 


2.12 


3.24 


2.67 




Racial-Ethnic Membership 


100% 


10% 


21% 


69% 


X3 


Family Socio-economic Status 


29.4 


11.4 


23.0 


38.1 




Measured I. Q. Score 


98.3 


84. 7 


85.0 


104 . 9 




Parental Authority Structure 


2.8 


3.2 


2.7 


2.8 


^6 


Achievement Value Orientation 


3.4 


3.3 


2.8 


3.6 


/ 


School Racial-Ethnic Climate 


2.2 


1.4 


2.0 


2.7 


'=8 


School Socio-economic Climate 


17.1 


8.1 


12.8 


22.8 




School Status- Inschool/Dropout 


5.4%. 


12.6% 


6.45:', 


4 . 2% 


XiO Composite Achievement Score 


49.0 


30.5 


28.1 


58.5 


^2 
X3 


Me-asure..;' :>y a scale of 1 =' negative 
Percent , of "^th to I2th grade racial 
Measured bv a scale of l=low to 50= 


to 5 

-ethnic 
high 


positive, 
distribution. 







Total I. C,. score from the CT>M 

Measured by a scale of l=authoritarian to 5=democratic 
Xg Measured by a scale of l=low values to 5^high values 

Xy Measured by a scale of l=desegregated according to community racial/ethnic 

proportions, 2=partially segregated 5 3= Segregated 
Xg Measured by a scale of l=low SES to 30=high SES 
Xg Dropout Rate calculated on 9th ~ 12th graders only 
Xj^Q Standardized scores for total verbal ability, California 
Achievement Test.. 
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TABLE 2 
INTERCORRELATION OF VARIABLES 



^1 


^1 
1.000 


X2 


X3 


X4 


^5 




X7 


^8 






.152 


1.000 
















X3 


.086 


-.416 


1.000 
















. 189 


-.423 


.441 


1.000 














.178 


.031 


.155 


.135 


1.000 










^6 


.325 


-.082 


.174 


.371 


.235 


1.000 




• 




^7 


.024 


-.299 


.473 


.454 


.031 


.149 


1.000 






^8 


-.046 


-.409 


.519 


.326 


.024 


.201 


.742 


1.000 




X9 


-.326 


.195 


-.244 


-.399 


-.163 


-.229 


-.268 


-.232 


1.000 


^10 


.iy4 


-.361 


.433 


.731 


.115 


.376 


.406- 


.514 


-.397 





Self-concept 


X2 


Racial/Ethnic Group Membership 


^3 


Family Socio-economic Status 


^4 


Measured I. Q. Score 


^5 


Parental Authority Structure 


^6 


Achievement Value Orientation - 


^7 


School Racial-Ethnic Climate 


^8 


School Socio-economic Climate 


Xg 


School Status - Inschool/Dropout 


^10 


Standardized Achievement Score 
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